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Abstract
The  central  theme  of  this  paper  is  that  teachers’  professional  development  in 
England is not being taken as seriously as it  needs to be.  With reference to the 
induction of newly-qualified teachers and the early professional  development pilot 
schemes, it  draws on data from several related pieces of research, to argue that 
cases of  ‘educational  vandalism’  exist.  These are  identified  at  three levels  –  the 
school, the individual and the current funding policy of the government. It is argued 
that the short term gain of money and time saved by non existent,  inadequate or 
inappropriate  continuing  professional  development  has  a  number  of  significant 
effects; teachers work below their potential, get stale, leave the profession - all  of 
which result in generations of children not learning as well as they might have been. 
‘Educational vandalism’ needs to be eliminated;  investing in people’s development 
costs money but the alternative is more expensive.
Induction  rites  and  wrongs:  the  educational  vandalism  of  new  teachers’ 
professional development
There is  currently much interest  throughout  the world in the value and impact  of 
professional  development  for  new teachers,  especially  in  relation  to  its  ability  to 
contribute to raising standards and improve retention rates (OECD, 2002). Research 
on induction from around the world (for example see: Killeavy et al, 2004; Arends and 
Rigazio-DiGilio, 2000; Tasmanian Educational Leadership Institute, 2002; Bubb et al, 
2002) has found that carefully constructed and managed induction programmes – 
designed  on  the  basis  of  outcome-based  objectives  for  the  participants  and 
monitored for progress against staged targets for achieving the specified outcomes - 
achieve their goals. However, the relationship between government policy initiatives 
and grassroots implementation is key:
Improved  planning,  more  involvement  of  teachers,  better  evaluation  and 
dissemination  will  all  strengthen  the  concept  of  professional  development 
which  must  be  seen  to  begin  with  pre-service  and  continue  through  a 
teacher's career.   Professional development is not simply an ‘add-on’ or a 
‘quick fix’ to be applied when a particular problem arises (OECD, 1998, p.56).
Professional development for new teachers
In England, teachers have to complete - and schools have to provide - a one year 
statutory induction period of support, monitoring and assessment. However, attrition 
in the first three years is high – 30 percent. It is now realised that teachers need 
support for longer if they are to continue to develop, improve their performance and 
enjoy  the  job.  Thus,  as  part  of  a  national  strategy  for  continuing  professional 
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development, England piloted Early Professional Development for teachers in their 
second and third years in 11 local education authorities in 2002-04. 
This  paper  draws  on  an  accumulation  of  qualitative  and  quantitative  data  from 
several related pieces of research. What one might define as the foundation research 
(or data set) is the large-scale national evaluation of the implementation of England’s 
induction arrangements that became statutory in 1999 (Totterdell et al, 2002). A key 
finding of this evaluation was that although the new induction policy was successful 
overall,  a  significant  minority  of  new  teachers  were  not  getting  their  complete 
entitlement of support, monitoring and assessment. In order to investigate reasons 
why  this  was  happening  we  studied  several  schools.  This  included  one  school 
(Minnis, 2003) that gave their teachers in their second and third years a £1750 a year 
bursary for  their  early  professional  development:  this  was  part  of  a  pilot  scheme 
within England’s CPD strategy. We have also drawn on new teachers’ experiences 
that they share on the very popular  Times Educational Supplement (TES) website 
chatroom  (www.tes.co.uk/staffroom).  Although  this  only  gives  the  new  teachers’ 
perspective it has proved invaluable in discovering common issues and examples of 
‘educational vandalism’.
‘Educational vandalism’
People are used to the graffiti and damage that result from the vandalism of a few 
youngsters: the ones who go for the short-term pleasure of destructive behaviour that 
spoils things for others in the longer term. But there’s an even more worrying sort of 
vandalism going on. We think that the erosion of teachers’ continuing professional 
development  (CPD) is  an insidious and far-reaching sort  of  vandalism. The short 
term gain of money and time saved on CPD means that teachers work below their 
potential, get stale, leave the profession - all of which result in generations of children 
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not learning as well as they might have been. This educational vandalism is being 
practised in England at three levels: through funding policy, by school leaders and by 
teachers themselves.
1. Funding  policy  -  centralised  changes  to  the  standards  fund  mean  all  the 
funding for continuing professional development (CPD) is disappearing into 
schools'  general  budgets  rather  than  being  ringfenced  for  professional 
development. The funding for early professional development (EPD) as well 
as best  practice research scholarships,  teachers'  international  professional 
development,  bursaries  for  teachers  in  their  fourth  and  fifth  years  has 
disappeared,  and  some schools  say  that  there  isn't  even  enough  for  the 
induction of newly qualified teachers!
2. Educational  leaders  (by  whom  we  mean  headteachers,  induction  tutors, 
mentors, and local authority coordinators with responsibility for new teachers) 
who  do not  provide  high quality  professional  development  and mentoring, 
who don’t lead by example, who don’t support and challenge staff sufficiently.
3. New  teachers  themselves:  ones  who  don’t  take  their  professional 
development seriously, who don’t make good use of their reduced timetable 
during  induction,  who  don’t  spend  their  early  professional  development 
bursaries wisely.
Vandalism at policy level
At a policy level the Department for Education and Skills (DfES) could be accused of 
educational vandalism because of its changes to the standards fund, where money 
for CPD was ringfenced. In England all the funding for CPD is now being channeled 
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through the Education Standard Spending (ESS) arrangements – in effect putting it 
into a big pot of funding to schools. When the ESS is reduced or has to cover a host 
of people’s professional development there are difficult decisions to be made, and 
the potential for individuals to feel hard done by is great. This has led some schools 
to say that there are not funds for newly qualified teachers. The funding for early 
professional development as well as best practice research scholarships, teachers' 
international professional development, bursaries for teachers in their fourth and fifth 
years have disappeared. So much for the government’s CPD strategy of 2001!
Vandalism at school level
In some schools there is undoubtedly some poor leadership and management of 
professional development. Access to courses is not always fair and open, with some 
teachers feeling that these ‘perks’ go to the favoured few. Some schools allowed the 
£1,750 a year early professional development pilot bursaries to be frittered away with 
only tentative justification, on one-off treats such as trips to Paris and instrumental 
lessons. In the absence of someone to discuss professional development needs with, 
teachers often completed ‘activities’  rather than fulfilling objectives that really help 
their development. Some people spent their bursaries on computers and peripherals, 
which are of debatable value in terms of being an educational use of developmental 
funding. We found instances of school leaders surreptitiously exploiting EPD to fund 
the purchase of ICT knowing that this should be taken from other funding sources 
and that laptops must remain as a school resource and not kept on a personal basis. 
The role of the induction tutor/mentor is complex and crucial in induction and early 
professional development (Achinstein and Villar, 2002; Wang and Odell, 2003). The 
benefits of dedicated trained mentors have been well documented (Totterdell et al, 
2004; Moir and Smith, 2003; Gilles and Cramer, 2003 amongst others) and is the 
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model used in many states in America and elsewhere. Yet in England the role is 
usually taken by another class-based teacher within the school with varying degrees 
of enthusiasm and success. People undertake the role for no extra remuneration, 
with little or no training and time to do the job properly. England is not alone here; the 
state of Missouri has similarly found that:
Quality mentoring does not occur serendipitously.  It  requires a clear focus, 
adequate training and supervision, and contextual support and compensation 
(Sachs and Wilkinson, 2002).
Professional  development  should be aligned with  the learning needs of  teachers. 
However, practice often falls short of this ideal framework, and schools may have to 
comply with poorly designed systems in which the different pieces of the puzzle don’t 
fit together (Lashway, 2001).
Some school leaders have a sink or swim attitude to new teachers – a form of hazing 
like the initiation rites that gangs or clubs like Hell’s Angels or American fraternities 
make their new members go through to prove their worth. Some teachers are put into 
the  least  survivable  situations  and  face  impossible  challenges,  but  professional 
development that could really help is denied them. Newly qualified teachers (NQTs) 
in England are meant to be protected from unreasonable demands by law (DfEE, 
1999)  but  in  some  schools  the  best  resources,  timetables  and  classrooms  are 
reserved for those who have served their time. If new teachers fail in such contexts 
they’re deemed to be not much good, if they complain they’re ‘unprofessional’ and if 
they survive they’re a ‘real’ teacher. Such cultures become self-perpetuating as one 
NQT on the TES forum wrote:
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‘Schools  can  be  dog  eat  dog  places.  Established  teachers  take  the  best 
resources,  the best  classrooms, the best classes so that they can get by. 
NQTs  get  the  crap.  Once  these  guys  leave,  the  NQTs  become  the 
established ones and so it goes on…’ 
Many new teachers work in schools in challenging circumstances. By definition most 
vacancies will  be in  places with a high staff  turnover and that  more experienced 
teachers shy away from. Some schools employ more new teachers than they can 
possibly support: schools where a third of the staffroom are newly qualified, another 
third  have  only  up  to  five  years’  experience  and  the  other  third  are  close  to 
retirement. Such schools simply don’t have enough people with sufficient expertise to 
support inexperienced teachers. 
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An example from our research is Beta school,  a primary (elementary)  that has a 
policy of employing large numbers of NQTs (over a third of the staff in 
any  year)  in  order  to  keep class  sizes  low (Bubb et  al,  2005).  The 
school gives NQTs a five percent reduced timetable rather than the ten 
percent reduction that is the legal requirement. No staff have attended 
induction tutor or mentor training. There are NQT meetings but they are 
not supportive, nor are they intended to be - they are line-management 
meetings to ensure that the NQTs are conforming to school policies. 
The only induction is into the school’s systems and procedures, not to 
meet any individual needs or interests. NQTs have no choice in how to 
spend their professional development time but are told what to do and 
whom to observe. They are not allowed to attend any courses. Each 
new teacher has objectives but these are set for them rather than being 
negotiated. Only people within the school carry out observations. They 
are  done  to  monitor  and  assess,  rather  than  support  and so NQTs 
dread  them.  All  assessment  reports  are  completed,  but  without  any 
meeting with NQTs to discuss the content. Almost all the NQTs (10 out 
of 11) left during or at the end of their first year at the school. The four 
whom we interviewed spoke of severe bullying: ‘They (the SMT) made 
my  life  miserable’.  They  found  the  experience  damaged  their  self-
confidence enormously: ‘I nearly left teaching altogether, and it took me 
six  weeks  after  I  left  the  school  to  build  up the  confidence  to  start 
looking for work again’. 
Teachers as vandals
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Then there are the teachers who may act, knowingly or not, as educational vandals. 
We’ve all met people who think they’ve nothing more to learn, who are unreflective, 
or  who  don’t  take  responsibility  for  their  development  or  consider  how  their 
development can impact on pupils.  Some see training as a day off  and don’t  act 
professionally:  arriving  late,  leaving  early,  letting  their  phones  go  off  and  then 
answering them!
The evaluation of the EPD pilots has shown that teachers have done a wide range of 
things with their funds (NFER, 2002). They were encouraged to ‘be creative’ with 
their EPD funding, and some have considered career moves to alternative forms of 
educational  provision  as  a  result.  One  such  example  is  a  drama  teacher  who 
attended  a  course  on  drama  and  movement  therapy,  and  is  now  considering 
specialising in drama therapy in education:
The EPD fund let me know that I hadn’t  been forgotten. My needs are as 
important as the students’ but we often forget this as teachers. When I feel 
creative and inspired, as I certainly did after this course, it has an effect on 
students and colleagues (TES, 21 March, 2003).
Teachers valued controlling their EPD experience (NFER, 2002, p.73) because this 
facilitated  a  high  level  of  personal  input  in  the  planning  process,  and  their 
development  focused  on  areas  of  personal  interest.  One  teacher  used  his  EPD 
funding to cover the cost of a school garden competition entry and various plants 
(£380); the purchase of materials for a school community sculpture (£60); and the 
Health and Safety course/certification (£425). In his words, these activities ‘kept my 
brain alive’ and enabled him to be ‘very idealistic’. They enhanced his optimism and 
sense of  wellbeing,  but  a  school  working  under  severe  financial  constraints  may 
perceive these outcomes as expensive and non-essential (Minnis, 2003). 
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The  nature  of  personal  development  entails  a  delay  in  impact  on  teachers’ 
‘professional’ work. Another teacher spent her EPD bursary on training in diving. This 
could be seen as a strange form of professional development for someone in her 
second year  as a science teacher.  The impact  of  her learning is  in  the personal 
domain. She referred to being treated like ‘a person, not a teaching machine’ as a 
result  of  her  learning.  Ultimately,  she  will  use  this  knowledge  to  organise  diving 
training for pupils.
These  teachers’  development  does  not  relate  to  professional  practice  in  their 
curriculum areas so was their use of the EPD funds irresponsible, a further example 
of ‘educational vandalism’? Perhaps one could argue that their enhanced levels of 
personal  motivation,  enthusiasm,  self-esteem  and  confidence  underpinning  their 
‘professional’  performance  will  impact  on  their  classroom  work. The  status  of 
personal  development  remains problematic.  It  supports the long-term nurturing of 
professional skills but fits more easily as a residual rather than an intended outcome 
of teacher development – and perhaps is more appropriate for fanning the embers of 
the motivation of long-serving teachers. 
Ways forward
As any teacher who has worked in more than one school will attest, the training and 
development culture may be quite different from one establishment to another. In some 
schools teachers' on-going professional development is seen as integral, given great 
significance and very closely linked to the school's development plan. In this sense 
'good schools' make 'good teachers' as much as the other way around (Earley and 
Bubb,  2004). The  reasons  why  headteachers  flout  the  guidance  and  spirit  of 
professional  development  are varied (Bubb et  al,  2005).  They may decide not  to 
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support new teachers because of ignorance of the rules or because their priorities lie 
elsewhere: for instance, they may believe that pupils’ education will be affected by 
giving NQTs a reduced timetable.
The arguments  for  professional  development  are  clear.  We believe  that  it  helps 
everyone  be  more  effective  in  their  jobs,  so  pupils  learn  and  behave  better.  It 
contributes to a positive ethos where people feel valued and motivated and makes 
for a learning community: the pupils are learning and so are the staff. It definitely aids 
retention and recruitment – word gets around about the places where you’re looked 
after, and where you’re not. Investing in people’s development costs money but the 
alternative is more expensive. Recruiting and inducting a new teacher into a school 
costs a great deal of money. The consequences of educational vandalism are great: 
teaching potential is unlikely to be realised; the attrition of well-trained and talented 
teachers; and generations of children not taught as well as they might have been. 
There should be a personal entitlement to professional development throughout a 
teacher’s  career  and  one  that  is  not  linked  solely  to  school  targets.  England’s 
General Teaching Council considers that teachers need the opportunity to:
• Have structured  time to  engage  in  sustained  reflection  and  structured 
learning.
• Create learning opportunities  from everyday practice  such as  planning 
and assessing for learning.
• Develop their ability to identify their own learning and development needs 
and those of others.
• Develop an individual learning plan.
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• Have school-based learning as well  as course participation, recognised 
for accreditation.
• Develop self-evaluation, observation and peer review skills.
• Develop  mentoring  and  coaching  skills  and  their  ability  to  offer 
professional dialogue and feedback.
• Plan their longer-term career aspirations (GTCE, 2003).
 
Teachers need time for reflection: to step back from the hurly burly of school life to 
think about things.  The status of learning from everyday practice – ‘learning from 
each other: learning from what works’ (DfEE, 2001) needs to be raised. There must 
also  be greater  attention  to  the  CPD coordinator  role.  Professional  development 
doesn’t just happen - it has to be managed and led, and done so effectively so that it  
has  a  positive  impact  and  gives  good  value  for  money.  Research  on  teachers’ 
attitudes  to  CPD  found  that  the  status,  knowledge,  and  approach  of  the  CPD 
coordinator could radically affect, positively or negatively, teachers’ attitudes towards 
and understandings of professional development (Hustler et al, 2003). 
CPD coordinators should be more than administrators but take time to identify and 
analyse training needs and think how best to meet them. Effective and thoughtful 
mentoring  would  elicit  outcomes  of  confidence  and  enhanced  wellbeing  through 
activities that impact directly on teachers’ professional responsibilities. The setting up 
of a professional development programme, whether it  consists of action research, 
mentoring,  observation,  courses or  a combination,  is  one task but  evaluating  the 
impact is another even greater one. For if CPD does not have a clear impact at some 
level, then it is a waste of time – another example of ‘educational vandalism’.
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There are two groups of  learners within  schools  - young  people  and adults.  We 
neglect  either  at  our  peril.  If  teachers  and  other  staff  aren’t  seen  as  continuous 
learners by the school itself, how can adults engage youngsters in any meaningful 
pursuit  of  learning?  The  consequences  of  ‘educational  vandalism’  -  whether 
committed  by  governments,  school  leaders  or  teachers  -  are  great.  Teaching 
potential is unlikely to be realised; the attrition of well-trained and talented teachers 
will continue or get worse; and generations of pupils will not be taught as well as they 
might have been. 
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